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7
sTuDY OF SPECIAL POPULATIONS NATIVE AMERICAN STUDENTS WITH DISABILITIES

According to the 1990 U.S. Census, 1.9 million Americans, or approximately 0.8 percent
of the general population, claimed Native American status. More than 5 million
additional individuals indicated that they were of Native American descent, but did not
claim "American Indian" as their ethnic identity (Bureau of the Census, 1990;
Hodgkinson, 1992). Approximately 637,000 Native Americans are reported as living on
Federally recognized reservations or trust lands, with more than 252,000 additional
Native American individuals living in cities. The remaining number live in rural or
suburban areas outside Federal reservations (Bureau of the Cemus, 1990).1

Native Americans may comprise a small proportion of the U.S. population, but they
represent a significant presence in several States and metropolitan areas. Half of the
Native American population is concentrated in six States (Oklahoma, California,
Arizona, New Mexico, Alaska and Washington). The reservation with the largest
population (143,000) is the Navajo reservation, which occupies parts of Arizona,
New Mexico and Utah. The metropolitan areas with the largest concentrations of
Native Americans are New York City, Los Angeles, Chicago and San Francisco (Bureau
of the Census, 1990).

Between 1980 and 1990, the Native American population increased 54 percent. This is
attributable to a birth rate 28 percent higher than the non-Native American population,
decreasing infant mortality, and a rise in individuals reclaiming their Native American
status due to increased cultural interest and decreased racial/ethnic barriers (O'Brien,
1992; Szasz, 1992). In the 1980 Census, the largest number of Native Americans were
between 10 and 19 years of age. In the 1990 Census, the largest Native American age
group was birth through age 9 (National Advisory Council on Indian Education
[NACIE], 1992). The current median age of Native Americans is 23.5 years, compared
to the non-Native median age of 30.0 years.

DEFINITION OF "NATIVE AMERICAN"

Within the Native American community, differences in the way the term "Native
American" is defined are based primarily on the proportion of lineage traceable directly

This chapter uses the term 'Native American' to refer to this population. Other reports, studies, or organizations may use the term 'American

Indian,' and that may appear in this repert when these sources are referenced.
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to Native American ancestors. Definitions based on the different criteria used for thedata collections presented in this chapter are described below:2

U.S. Census Definition: In the 1990 Census, individuals were
counted as Native Americans if they (1) stated it as their ethnic
identity, and (2) provided the name of a State recognized or
Federally recognized tribe or native village to which they
belonged. In the Census, the term "Native American" refers to
American Indians, Alaskan Natives, and Aleuts. Note that the
procedure used in the 1990 Census was a change from the 1980
(and previous) Census, when the census-taker rather than the
respondent determined an individual's ethnic identity.

National Assessment of Educational Progress (NAEP): NAEP data
on race /ethnicity were self-reported, with few guidelines
provided to students as to what the term means. The specific
language of the question asked whether the student is an
American Indian or Alaskan Native. Race/ethnicity data on
students who were excluded from the NAEP assessment based
on disability or limited English proficiency were provided by
school personnel; the criteria they used are not known.

The U.S. Government officially recognizes more than 500 Native
American tribes and Alaska Native villages; however, there are
many other tribes officially recognized by one or more States,
and a number of tribes are in the process of seeking Federal
recognition. Criteria for tribal membership vary from one tribe
to another. Most tribes require a 25 percent blood quantum
level, some accept proof of descendancy, while others (16
tribes) require a 50 percent blood quantum level (personal
communication, BIA, August 1993).

CHARACTERISTICS OF NATIVE AMERICANS THAT MAY AFFECT EDUCATIONAL
PERFORMANCE

The National Advisory Council on Indian Education (NACIE) (1992) reports that347,291 public school students are Native American. This represents between 85 and90 percent of all Native American children in school; the remainder attend reservation
schools administered by the Bureau of Indian Affairs (BIA). To be eligible to attend aBIA school, a child must be a member of a Federally recognized tribe, live on a

2 The methods used to identify students' race/ethnicity for other data sets mentioned in this appendix vary, and are not well defined. For example,data obtained from school records to determine race/ethnicity may be based upon school personr al's observations of students, on last namesindicating ethnic identity, on parent-provided Information,
or on student self-reports. The literaturo cited in this appendix does not usually reportthe definition used for Native American. but usually does report the source of the population identification, which may suggest the basis for thedefinition. For example, if the students attend a BIA school, the definition is known. If the students live on a reservation but attend a public school,the definition is loss certain. These students may self-identify as Native Americans, but they may or may not be enrolled members of a tribe, andthe tribe may or may not be Federally recognized or State recognized.
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reservation, and have a 25 percent Native American blood quantum level (O'Connell,
1987). Approximately 50 percent of Native American children who live on reservations

attend public school, with the remainder attending BIA-operated schools or schools
operated by other groups under contract to the BIA (NACIE, 1991).

Although Native American students comprise only 0.98 percent of the public school
enrollment nationwide, they account for at least 9 percent of school enrollment in
Alaska, Oklahoma, and New Mexico (Indian Nations At Risk Task Force, 1991). In
Arizona, Montana, and North Dakota, Native Americans account for more than 6
percent of public school enrollment. Enrollment of Native Americans students is more
than 1 percent in 16 other States (Bureau of the Census, 1990).

Native Americans, as a group, are disadvantaged. Native Americans have high rates
of poverty and unemployment, low educational attainment, and a 35.5 percent high
school dropout rate (O'Brien, 1992), about 25 percent higher than the national average.
Increased health-related problems and a shorter life span than other Americans are also
characteristic of Native Americans. The death rate from alcohol-related causes is three
times higher than among the general population (Hodgkinson, 1992). These types of
problems are more severe for Native Americans who live on reservations or in rural
areas.

Only 9 percent of Native American adults have completed four years of college,
compared to 20 percent of the total population (O'Brien, 1992). Wright (1992) cites an
even wider disparity, with only 6 percent of Native Americans holding four-year
college degrees, compared to 23 percent of the total population.

In addition to economic disadvantage, several other factors may impede the ability of
Native Americans to succeed in school; these are described in more depth below.

Residence in Rural Areas

Most Native Americans live in rural areas, both on and off reservations. The rural
nature of much of the Native American population makes it difficult to provide
sufficient support services. Documented problems in providing services to rural
residents include poor access to services, limited resources, transportation problems,
and under-utilization of existing services (O'Connell, 1987). The effects of a rural
location on personnel recruiting, and retention, on service delivery, and on program
cost are also significant.

As shown in table 7.1, almost 50 percent of Native American students attend school in
the nation's smallest school districts, which tend to be mainly rural. This is one factor
that distinguishes the Native American population from all other small population
groups in the United States. Approximately 57 percent of the nation's public school
districts are small, rural districts that enroll about 20 percent of the student population
nationwide (Office for Civil Rights, 1993). Given that a large number of students in the
general population attend small, rural schools in sparsely populated districts, there is
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increased interest in helping rural school districts provide greater educational
opportunity (Freitas, 1992). In 1990, Freitas conducted a survey of superintendents and
business managers of small, rural school districts. Based on this survey data, Freitas
suggests that rural location and small size impact negatively on education because of:

isolation imposed by terrain and distance;

declining economies in many rural areas (including high rates
of poverty and unemployment);

the financial burden of Federal and State-mandated but
underfunded or unfunded programs;

reduced community value for formal education; and

inappropriate and/or poor fiscal management practices.

While the districts Freitas (1992) uses as examples are not on Native American
reservations or tribes lands, many of the descriptions would apply to these schools as
well. One of the particular difficulties in these districts is the high cost of special
education, which limits districts' ability to provide a diversity of programs for students.

Small rural districts in many parts of the country have more limited resources for
minority education than large urban districts that serve significant numbers of minority
students. Teachers and school staff in rural areas, often trained in large universities,
may be unfamiliar with the cultural and language differences that affect the placement
and performance of local minority students. In addition, in school districts included
in a survey of rural schools, none had any formal in-district training to ensure that
Native Americans were appropriately assessed, even among those school districts
indicating that training was needed (Vadasy, Maddox & Davidson, 1992).

Language

Speaking a language other than English as one's first language (language minority or
LM) or limited proficiency in standard American English are characteristics that
negatively impact the effectiveness of education for children from small racial/ethnic
populations in the United States. Native Americans speak more than 250 native
languages (Chafe, 1974). Many Native American children, particularly those living on
or near reservations and trust lands, speak only their native language prior to attending
school, or are limited English proficient (LEP) when they begin school. Educational
difficulties and risk factors associated with LM-LEP status are well documented (U.S.
Department of Education, 1993). In addition, cultural differences between Native
Americans and school personnel may impact on educational achievement.

16TH ANNUAL REPORT To CONGRESS: CHAPTER 7 199



Culture

It is impnrtant to recognize that Native American culture differs greatly from themajority American culture, and that some of these differences affect schooling. NativeAmerican children learn mainly by observation, rather than by direct instruction(Johnson, 1991). Children from some traditional Native American communities maybe taught that the family is the most critical unit, and that they are representatives oftheir family first, and individuals second. Thus, individual performance is lessimportant than it might be in the majority culture (Johnson & Ramirez, 1987).

The remainder of this chapter presents a compilation of information on the currentstatus of the provision of special education and related services to Native Americanstudents with disabilities. The first section describes the numbers and characteristicsof Native American students with disabilities, including preschoolers, and school-agedchildren served in public and BIA schools. The second section outlines educationalprograms for all Native American students and those that specifically target NativeAmerican students with disabilities. A description of funding of special educationservices for Native Americans is also included in this section. In the third major sectionthe provision of special education services to Native American students with disabilitiesis described. Identification and assessment of special education students, educationalplacement, curricula development, instructional methods, and the search for adequatenumbers of qualified personnel to meet educational needs are discussed.

NUMBERS AND CHARACTERISTICS OF NATIVE AMERICAN STUDENTSWITH DISABILITIES

Data from the Fall 1990 Elementary and Secondary School Civil Rights Survey (Officefor Civil Rights, 1993) indicate that Native Americans comprise approximately 1 percentof total public school enrollees, and approximately 1 percent of the children withmental retardation, emotional disturbance, learning disabilities, and speech andlanguage impairments nationwide. As shown in table 7.2, Native Americans are morelikely to receive special education services for these disabilities than children from allother racial/ethnic groups, except for black students. For Native Americans, as withall other racial/ethnic groups, the disability with the highest incidence is specificlearning disabilities, with speech impairments the second largest category (see table 7.3).

The National Center for Education Statistics (NCES) gathered data related torace/ethnicity and disability for the sample of students in the 1990 NAEP survey(NCES, 1993). For Native American students, the rate of enrollment in specialeducation was not in proportion to the general school population.' In the sample,which was drawn to be representative of three age/grade cohorts in the nation,

These students all attend public, non-BIA schools. BIA schools wore Included In the sampling frame, but none were actually drawn In the sampleused.
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Table 7.2 Percentage of Students
Receiving Special
Education, by Racial!
Ethnic Group

Race/Ethnic Group Percent

Native American 10.76
Asian/Pacific Islander 3.65
White 9.53
Hispanic 8.24
Black 11.26

Note: Includes or students with r. rental retardation, serious emotional
disturbance, specific learning disabilities, and speech impairments.

Source: 1990 Office for Civil Rights Elementary and Secondary School Survey
(OCR, 1993).

Native Americans accounted for 2.5 percent of students in the grade 4/age 9 cohort, but
4.1 percent of the grade 4/age 9 students in special education. For the grade 8/age 14
cohort, Native Americans comprised 1.8 percent of the students and 2.3 percent of the
students in special education. Likewise for the grade 12/age 17 cohort, Native
Americans represented 0.8 percent of students enrolled and 1.8 percent of the special
education students. These data indicate that Native Americans may comprise a
somewhat disproportionate percentage of the special education population.

Preschool-Aged Native American Students with Disabilities

In 1990, the General Accounting Office (GAO) (1990) reported to Congress an estimate
of the numuer of Native American preschoolers with disabilities and the sufficiency of
services provided to them. The study was limited to preschoolers at 63 of 297 BIA-
operated schools on Federally recognized Native American reservations in 20 States.
The data were collected primarily from the coordinators of special education in BIA
field offices. Researchers concluded that (1) many Native American preschoolers have
not been identified and are not receiving any services; (2) of those who are identified
and receive some services, few have completed Individualized Education Plans (IEPs);
and (3) of those with IEPs, at least 24 percent do not receive all the services
recommended on them.

GAO estimated that 8,500 to 12,800 Native American children age 3 or 4 had some type
of disability. Of these children, 2948 lived on reservations or tribal lands with BIA
schools. Of these, 838 received special education services in the 1989-90 school year
from the BIA, from Indian Head Start, from the Indian Health Service, or from public
schools. GAO reported that the remainder received either inadequate or no services.
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GAO suggested that changes in policy, procedures, and/or funding were needed to
provide more and better services to these young children.

Native American Students with Disabilities Served in BIA Schools

Prior to the 1975 passage of P.L. 94-142, funds and services for Native American

children and youth with disabilities were minimal and, to a large extent, unknown.
There were 6,578 students with disabilities, age 6 through 21, served under Part B in
BIA-operated schools in the 1992-93 school year. Of the Native American children
served in special education programs in BIA schools, 9.4 percent are age 6 through 17,
and 5.6 percent are in the transition age group of 18-21 (see table 7.4). BIA does not
directly provide services for the birth through age fiv--) population. That population is
served through States or State programs affiliated with BIA (U.S. Department of
Education, 1992).

Types of Disability of Native American Students in BlA Schools

The proportion of students age 6 through 21 with disabilities is approximately 10.7
percent, which is similar to that in the nation as a whole (Office for Civil Rights, 1993).
The most recent OSEP data show that the proportion of special education students with
specific learning disabilities a .Tved in BIA schools (see table 7.5) is 4.5 percentage points
higher for Native Americans than for the nation as a whole. Dodd and Rose (1991)
explain that the greater prevalence of learning disabilities in the Native American
population may be attributable to problems with tests and identification procedures.
Since the causes of learning disabilities are not well known, however, they also suggest
that "some of the suspected causes might be more frequent among Native American
persons." As an example, Dodd and Rose .cite a higher incidence of otitis media
(infection of the middle ear) among Native American children, as well as studies
showing a relationship between otitis media and later reading problems. They also
raise the possibility that the high rate of substance abuse reported among Native
American people may contribute to high rates of learning cE. abilities in the population.
Another alternative, explained by Vadasy and Maddox (1993), is that in districts with
many students with extreme educational needs and a variety of compensatory and
remedial programs, special education becomes "the service of last resort," where the
hardest-to-serve students are placed. Thus, Native American children, who may often

have complex needs in language, learning, health, and social areas, are often placed in

special education.

Native American Students with Disabilities Served in Public Schools

Little information is available describing Native Americans with disabilities who attend
public schools or the special education programs and services in which they participate.
Since Native Americans are often grouped in the "other" category for race/ethnicity,
their data often cannot be analyzed separately (Johnson, 1991).
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Table 7.5 Number and Percentage of Children Age 6 through21 Receiving Special Education in BIA Schools andthe Nation, by Disability: School Year 1992-93
Bureau of Indian

Affairs NationType of Disability
Number Percent Number Percent

Specific learning disabilities 3,660 55.64 2,369,385 51.13Speech or language impairments 1,743 26.50 1,000,154 21.58Mental retardation
359 5.46 533,715 11.52Serious emotional disturbance 447 6.80 402,668 8.69Hearing impairments
46 .70 60,896 1.31Multiple disabilities

174 2.65 103,215 2.23Orthopedic impairments
18 .27 52,921 1.14Other health impairments 69 1.05 66,054 1.43Visual impairments
14 .21 23,811 0.51Deaf-blindness 27 .41 1,425 0.03Autism
10 .15 15,527 .34Traumatic brain injury 11 .17 3,903 .08All disabilities

6,578 100.00 4,633,674 100.00
Source: Office of Special Education

Programs, U.S. Department of Education, Data Analysis System (DANS).

Furthermore, some studies that identify Native Americans as a group do not use asampling design that permits separate analyses of data on Native Americans, orcomparisons with other racial/ethnic groups.

The 1990 National Assessment of Educational Progress (NAEP) provides someinformation on special education for Native Americans who do not attend BIA-operatedschools.' Students in special education could be included in the 1990 NAEPassessment procedures if school personnel thought that the students could participatemeaningfully in the testing. Students could be excluded from the assessment forreasons of disability, limited English proficiency, or inadequate reading skills.

The NAEP sampling frame included BIA schools: however, when sampling procedures
were completed, none were actually selected for the sample.
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Additional data, which included reasons for exclusion, were then collected for all non-
tested students.

As shown in table 7.6, in the grade 4/age 9 cohort, 3.7 percent of Native Americans had
an IEP; this percentage was larger than all other racial/ethnic groups. In the grade
8/age 13 cohort, 2.1 percent of Native American children had an IEP; this proportion
was only slightly higher than that for whites and lower than that for Hispanics and
blacks. In the oldest cohort, 3.0 percent of Native Americans had an IEP; this figure
was higher than that for all other racial/ethnic groups.

The sampling design and the small number of Native Americans in the excluded
student sample do not support drawing conclusions about the Native American
population in general. Within the group of excluded students, however, the
characteristics of Native American students fit the patterns observed in other data. For
example, the largest category of disability for the two older age/grade cohorts is
specific learning disabilities. In the youngest age/grade cohort, a high incidence of
speech impairments is reported, as well as visual impairments. Of the Native American
students excluded from the NAEP assessment, in all three age/grade cohorts, more
than 75 percent were excluded because of their disability. In the grade 12/age 17
cohort, another 8.3 percent were excluded for both disability and limited English
proficiency. In the youngest cohort, nearly 20 percent of the excluded students were
considered non-readers and were excluded for that reason (NCES, 1992).

EDUCATIONAL PROGRAMS FOR NATIVE AMERICAN STUDENTS WITH
DISABILITIES

This section describes some of the Federal programs designed to help State and local
education agencies meet the educational needs of Native American children or to assist
in areas where Native Americans tend to reside. The first part describes programs
available for all children. The second part describes services specifically for infants,
toddlers, preschoolers, children, and youth with disabilities.

Federal General Education Programs Serving Native Americans

Two Federal programs that assist in meeting the educational needs of all Native
American students are the Johnson O'Malley Educational Assistance Program and the
Impact Aid Program.

The Johnson O'Malley Educational Assistance Program provided nearly $25 million, in
FY 1991, to the BIA to fund supplementary programs for qualified Native American
children (including those with disabilities) attending public schools, and to support
programs for 3- and 4-year-old Native American children. The supplemental activities
supported by this program relate to education needs, teachersupport, and parent costs.
A total of 225,871 children were served in this program in FY 1991 (NACIE, 1992).
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The Impact Aid Program, in FY 1991, provided more than $260 million to school
districts for 123,225 children who live on Native American land and attend school in
the district or whose parents work on the land. Because these students and their
families do not live within the district and are not included in its tax base, Congress
authorizes grants to the districts to help pay for their services. A higher per-pupil
amount is provided for children with disabilities than for those without disabilities.
This program does not directly serve Native American children by setting aside the
grants as strictly for use in conjunction with those services, but "indirectly as deemed
appropriate by the school district" that is, the monies are used in the district's general
budget (NACIE, 1992).

Federal Programs Serving Native Americans with Disabilities

Almost nine of every ten school-age Native American children attend public schools
and are provided special education services and programs through the same channels
and funding as any public school student. State and local dollars account for
approximately 93 percent of funding for all special education. This amount is
supplemented by Federal special education funding urder Part B, which allocates funds
to States based on child count data. States then distribute Part B funds to school
districts. Public school districts are responsible for providing services to eligible
children, and for collecting and reporting required data to the State. Native American
students with disabilities who attend public schools and do not reside on Native
American reservations or tribal lands are served under this arrangement.

For some Native Americans with disabilities, however, the pattern for specialeducation
funding and service delivery differs from public schools. As noted previously, the
Department of Interior's Bureau of Indian Affairs (BIA) plays an important role in
schools that are on the reservations or trust lands of Federally recognized tribes. In
some cases, the BIA operates schools or contracts with other organizations (primarily
Native American tribes) to operate schools. On other reservations and trust lands,
tribes operate their own schools independently from the BIA.

IDEA Part B Set-Aside

Funding for special education through Part B for students with disabilities age 5

through 21 in BIA schools is based not on child count, but on a set-aside from State
formula funds. The IDEA Amendments of 1991 (P.L. 102-119) changed the formula
used to distribute the set-aside funds. Originally, the set-aside was 1.25 percent of the
aggregate amount provided in Part B for students age 3 through 21 to all States for that
fiscal year. The amended formula sets aside 1 percent of the aggregate amount for
students age 5 through 21, and .25 percent for students age 3-5.

The amendments also reduced the responsibilities of the Secretary of the Interior for the
education of Native American children with disabilities, while increasing the
responsibilities of State education agencies (SEAs) for Native American children with

18
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disabilities who live on reservations but are not enrolled in elementary or secondaryprograms operated or funded by the BIA. Prior to the amendments, the Secretary of
the Interior was responsible for submitting a plan to the appropriate Congressionalcommittees that made provision for services to all children with disabilities residing onreservations, whether or not the reservation was served by a BIA school and providedfor coordination of services, regardless of the source, including Federal agencies andStates. Under the amended Act, the Secretary is now responsible for providing servicesto children with disabilities age 5 through 21 who are enrolled in elementary andsecondary schools for Native American children operated or funded by the Secretaryof the Interior. SEAs are now "responsible for ensuring that all of the requirements of

Part B are implemented for all children aged 3-21 on reservations" who are not servedby BIA schools (34 CFR §300.300(c)).

This means that the BIA and SEAs share responsibility and must cooperate to ensurethe provision ofnecessary services toNative American children with disabilities. Whilethe role of SEAS in funding, data collection, and compliance was previously somewhatambiguous, the regulatory changes have clarified roles, giving SEAs broaderresponsibility for ensuring compliance with IPEA and for data collection.
The 1 percent set-aside under Part B provided over $25 million in special educationprograms and services to 6,578 children with disabilities (age 6 through 21) who livedon Native American reservations with BIA schools in FY 1991.

IDEA Part H Program

The Program for Infants and Toddlers was created by Part H of P.L. 99-457, theEducation of the Handicapped Act Amendments of 1986. Part H requires the States toaddress the needs of infants and toddlers (children frc in birth through age 2) withdisabilities and their families through a multiagency, multidisciplinary, family-centered,coordinated system of culturally sensitive services. Child Find activities, coordinatedwith a variety of health and social service agencies, are the main vehicle for identifyingchildren.

Programs for children with disabilities or those at risk, from birth through age 5, arewidely recognized as crucial in preventing school failure in later years. The benefitsof such programs for young Native American children with disabilities includedeveloping increased language skills, providing opportunities for parents to becomeadvocates for their children before they enter a school environment, and providinghome-based opportunities for parent training and family intervention (Vadasy &Maddox, 1993). Early intervention measures may be effective in helping prevent theneed for special education services later on. Despite the benefits of these programs,howevLr, they have not been available for many Native American children and theirfamilies (GAO, 1990). Because of the rapid growth in the birth through age 9 segmentof the Native American population, there is a need to expand early childhood programsfor at-risk children and for children with disabilities in pub=ic and tribal educationsettings.
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IDEA Part B Preschool Grant Program

From age 3 through 5, children with disabilities are eligible to receive special education

services under the Preschool Grant Program. In its 1990 study, GAO suggested that
Native American preschoolers with disabilities are inadequately served. Researchers
identified several reasons for insufficient service provision, including an acute shortage

of qualified personnel in BIA schools and inadequate funding to hire a sufficient
number of qualified personnel. At the time of the report, at least 61 specialized staff
vacancies existed. As a result of increases in the target population, field offices
requested $4.3 million in the 1988-89 school year. BIA provided only $2.7 million to
promote specific educational services (GAO, 1990).

GAO (1990) also noted the lack of clear agreement between the BIA and States about
which was responsible for providing services to young Native American children with
disabilities on reservations with BIA schools. "These differences could make efforts to

serve these children difficult and contribute to BIA's inability to serve some children
for whom it is responsible," GAO found. Furthermore, GAO explained, "Interior
believes BIA is only responsible for children enrolled in its programs and that it may
supplement other providers' services. Education and some States believe that BIA is
solely responsible for all Indian children on reservations with BIA schools." Subsequent
changes in law and regulation were made to clarify responsibility for delivering services
to young Native American children with disabilities.

The IDEA Amendments of 1991 and implementing regulations included major changes
aimed at programs for young Native American children with disabilities on
reservations. These changes wire meant to clarify the legal responsibilities of various
agencies in serving Native American children with disabilities, and to change funding
patterns to reflect changes in responsibility for service provision. The amendments
directly affect service provision to children with disabilities who reside on or near
Native American reservations served by BIA-funded schools. Problems with preschool
programs noted by Congress 1n passing the 1991 amendments to IDEA included:

lack of clarity with respect to which entity, the BIA or the
State, is responsible for each student or child;

lack of Child Find activity, leading researchers to project a
population of up to 90,000 preschool-age students who have
not been identified and who are not receiving services; and

inadequate services and individualized educatior programs
(IEPs) or inappropriate IEPs based upon available, not "needed"
services (U.S. Congress, 1991).

Recent changes in regulations for the Part H program, which serves children aged birth
through two years, represent an effort to provide for a "seamless system of services for
children with disabilities from birth through 5 years of age." Congress recognized the
need to provide a smooth transition between Part H and the Preschool Grant Program,
and to maintain programs that are appropriate and family focused, without overlap in

r1 0
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funding or services. Regulatory changes for the Preschool Grant Program became finalin September 1992. Some of these changes directly affect funding patterns, datacollecting and reporting, and programmaticresponsibility for Native American childrenwith disabilities. The changes in responsibilities resulting from the 1991 Amendmentsare reflected in table 7.7, which summarizes the provisions.

OSEP Personnel Preparation Grants

In FY 1991, the Office of Special Education Programs' Division of Personnel Preparationfunded 23 projects to train Native Americans to serve Native American children withdisabilities and recruit Native Americans in areas of high Native American populationsto teach in these areas. Funding for these programs in FY 1991 totalled more than $1.9million (NACIE, 1992).

THE PROVISION OF SPECIAL EDUCATION SERVICES TO NATIVE AMERICANSTUDENTS WITH DISABILITIES

This section describes the provision of appropriate special education services for NativeAmerican students. Major steps in the educational process, including identification andassessment, placement, curriculum development, instructional methods, and personnelare described as they relate to Native American students with disabilities. Particularchallenges resulting from limited English proficiency, culture, and residence in ruralareas are discussed.

Identification and Assessment

Assessment processeE, specified in IDEA are meant to ensure that those who placechildren in special education programs have sufficient knowledge of their abilities anddisabilities to design an appropriate program and measure progress within thatprogram. Accurate, fair assessment of Native American children is intricately affectedby the interaction among the child's ability, the parents, the assessment instruments,and the assessor, all of which must operate within a language and cultural context thatis fair and appropriate.

IDEA stipulates stringent evaluation procedures. Tests must not be racially orculturally discriminatory, and test materials and procedures must be provided andadministered in the language or other mode of communication in which the student ismost proficient, unless it is clearly not feasible to do so (34 CFR §300.532).

Johnson (1991) suggests that assessment is one of the most important issues to addressin improving educational opportunity for Native American and Alaska Native studentswith special needs. Assessment influences many educational decisions, includingplacement in instructional programs, curriculum delivery, teacher and parent

21
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expectations, access to services, and classroom grouping. Johnson (1991) expresses
concern that "in the absence of fair or non-discriminatory assessment, appropriate
educational decisions for Native American students with special needs may be seriously
diminished."

Johnson (1992) cites a number of studies conducted over a 10-year period indicating
patterns of performance for Native American children that are different from those of
the majority population. Using such studies to interpret the test performance of Native
American children may serve to better identify those who could benefit from special
education, and the types of services they need.

Research studies suggest that language minority-limited English proficient (LM-LEP)
students are over-represented in special education, particularly within some disability
categories, such as specific learning disability and speech impairment (Office for Civil
Rights, 1988; Santos & Santos, 1984). Assessment for at-risk students and for students
with known disabilities is particularly difficult for LM-LEP students because there are
few professionals who can administer assessments to Native American children in their
first language, and because many assessment measures are not valid for this group of
students. This assessment problem makes it extremely difficult to distinguish between
language difference and disability.

Furthermore, the assessment of Native American children is complicated by the limited
number of instruments which might be useful for students from different language and
culture groups. Since some of the standardized tests used are biased against Native
Americans (as well as against other small population groups), their use may contribute
to self-fulfilling prophecies of low achievement among Native American students
(Johnson, 1992). The following factors contribute to test bias against Native American
children:

language skill differences;

physiological factors (such as poor hearing resulting from otitis
media);

neurological factors (including brain hemispheric preferences);
and

sociocultural factors (Johnson, 1992).

In addition, some tests may be biased in favor of Native Americans. For example, a
study of tests commonly used in early identification programs (a kindergarten screening
battery) showed that these tests were biased in favor of Native Americans by over-
predicting achievement. The screening battery included the following: the Peabody
Picture Vocabulary Test-Revised, the Kindergarten Language Screening Test, the
Developmental Visual-Motor Integration Test, and the McCarthy Draw-A-Child Test.
When such a test battery, administered at the beginning of the kindergarten year,
overpredicts achievement and subsequent testing at the ,nd of the year indicates actual
achievement well below the predicted achievc lent level, children are then referred to
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special education based on the apparent discrepancy. Thus, Native American childrenmay be inappropriately referred in high numbers and classified as having a learningdisability. The study clearly indicates that prediction of a Native American child'sachievement test scores from kindergarten screening tests is more accurate when raceis taken into account (Stone & Gridley, 1991).

Based on reports of assessment practices that do not comply adequately with IDEA andthat do not meet the needs of Native American students with disabilities and those atrisk, Johnson (1991) suggests consideration of alternative assessment procedures. Thesealternatives include academic task analysis, pluralistic assessment (where norms forspecific tests are established separately for specific ethnic and socioeconomic groups),translation of norm-referenced tests into Native American languages, and use ofculture-fair tests. Johnson also suggests that school psychologists and special educatorsshould become "advocates for the child in scrutinizing critically the social andeducational context within which the child has developed." Psychologists developingnew instruments and procedures should formulate an assessment paradigm thatincludes socio-cultural dimensions and strives to eliminate test bias. Johnson's specificrecommendations to improve assessment practices with Native American children areas follows:

develop a comprehensive knowledge base of current practicesin assessment;

establish a resource network of persons with expertise intesting Native children;

modify the assessment process by using the K-ABC or theLPAD on a research basis and bring the results to a network ofprofessionals who can evaluate the usefulness of theinstruments;

incorporate the advocacy (i.e., home, school, and communityinformation) ... and socio-cultural aspects (i.e., work sampleand analytic teaching) ... to focus attention on achieving valid
predictions, placements, and educational plans; and

obtain thorough knowledge of the child's cultural experienceand location, which is critical for test interpretation.

Other recommendations for fair assessment and placement practices, based on a year-long study of programs and services for migrant, Hispanic, and Native Americanchildren in the Yakima Valley of Washington, include the following:

using a variety of safeguards to protect children from
inappropriate placement in special education a heavyreliance on test scores should be replaced with professionaljudgment;
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involving parents in making decisions about special education
assessment, placement, and services;

schools and community agencies working together to make
good decisions about placement and services;

all special education programs offering appropriate services for
minority students; and

school districts implementing policies regarding identification
and placement for children with Fetal Alcohol Syndrome and
Fetal Alcohol Effect (Vadasy and Maddox, 1993).

Information concerning reservation and urban ties, lane ,age spoken in the home, and
participation in traditional customs can provide additional knowledge of the ecological
context, which can influence test performance (Johnson, 1991).

Dodd, et al. (1992) conducted a study on the vocational readiness of Native American
high school students with disabilities in Montana. Part of the study involved
interviews with school psychologists who served schools with large Native American
populations or who had Native Americans among their clientele. These psychologists
recognize that using standard assessment measures with Native American children
requires adaptations and clinical judgment based on knowledge of the Native culture,
language, and family systems. Furthermore, they confirm the belief that using the
standard definition for learning disability (i.e., a discrepancy formula) and common
measures used to do this result in over-identification of Native Americans with learning
disabilities.

The relative importance of formal assessment measures and other types of information
in special education eligibility decisions is a controversial issue. Most of the personnel
interviewed in a study conducted by Vadasy, Maddox, and Davidson (1992) indicated
that professional judgment was extremely important in determining eligibility for
special education programs. Other factors affecting the placement of Native American
children in these programs are the availability of other program options and services.
Many of the educators indicated that they preferred placement in Chapter 1 (SOP) to
placement in special education, so that they can focus more on providing assistance in
the regular classroom.

Educational Placement

IDEA requires students with disabilities to be placed in the least restrictive environment
appropriate to their individual needs. Data indicate that Native American students
with disabilities in BIA schools receive special education services in placements that
differ from placements for all students with disabilities. Native American children
attending BIA-operated schools are more likely to receive special education services in
a resource room and are less likely to receive special education services in either a
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regular classroom, a separate classroom, or a separate public or private facility (see
table 7.8).

Since more than half of Native American children with disabilities experience learningdisabilities, it is important to look at this specific subgroup. The data in table 7.8indicate that more than 82 percent of thf- students with learning disabilities who attendBIA schools receive special education services in a resource room, compared with only54 percent of all school-age students with disabilities. Also, in the nation, more than22 percent are served in a regular classroom, whereas in BIA schools the proportion isapproximately 11 percent. Another significant difference between the two groups ofstudents with learning disabilities is that only approximately 6 percent are served inseparate classes in BIA schools, compared to more than 22 percent in the generalpopulation.

In BIA schools, the educational environments in which Native American children withhearing impairments are served are also significantly different from the environmentsof students with hearing impairments in the nation as a whole (see table 7.8). Hearingimpairments are a major concern for Native Americans, since, as noted earlier, otitismedia, which often results in hearing impairment, is far more prevalent among thisgroup than in the general population. Furthermore, there is concern that students withhearing impairments are underreported and underserved (Johnson, 1991). Amongthose Native American children age 6 through 21 with hearing impairments, nearly 58percent received special education services in a public residential facility in school year1991-92, compared with 10 percent of these children nationally (U.S. Department ofEducation, 1992). Additional data from the Annual Survey of Hearing ImpairedChildren and Youth, conducted by the Center for Assessment and Demographic Studiesof Gallaudet University, support this finding. In this survey, 40.1 percent of the NativeAmericans with hearing impairment received special education services in public orprivate residential settings, compared to 23.4 percent of the U.S. population of studentswith hearing impairments (personal communication, OSEP, March, 1993).
Very little data are available on educational placements for Native American studentswith disabilities in public schools. Across all three age/grade cohorts of studentsexcluded from NAEP testing, the majority of all students with disabilities spent morethan 50 percent of the school day in the mainstream. This pattern was also true for theNative Americans included in this group, all of whom attended non-BIA schools(NCES, 1992).

Curriculum

The development of an appropriate curriculum for Native American students withdisabilities can be hampered by language and cultural issues. Language development,particularly for LM-LEP students, is a major consideration in educating NativeAmerican children with disabilities. One must take into account that each Nativegroupis linguistically different from others and that language development patterns varyamong Native American groups (Walker, 1987). Difficulties in language for
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Native Americans may include phonology, morphology, syntax, and semantics. ManyNative Americans in special education programs are classified with speech impairmentsbased on articulationerrors which may, in fact, not be considered errors in the student'snative language or in "Indian English." Walker (1987) provides some recommendationsto educators for helping Native American LM-LEP students acquire language skills.These include:

teaching in the child's first language to build conceptual skillsand cognitive development;

providing intense English language instruction, beginning at anearly age;

training all professional staff (since few Native American staffare available) in the cultural and linguistic characteristics of thepopulation they serve;

always including language in the IEP, whether or not it islisted as the child's primary disability;

maintaining the integrity of the child's culture in developingthe IEP; and

considering school history in determining the eligibility of aNative child for special education services, rather than relyingonly on tests.

In the Fifteenth Annual Report to Congress (U.S. Department of Education, 1993), thecoordination of language and special education services was the focus of an appendixon LM-LEP students withdisabilities. Important approaches described in that appendixthat are particularly relevant for the Native American population include involvingparents, as well as mainstream teachers, in a team approach to service delivery; usingculturally relevant curricula taught in the primary language; including development ofEnglish language proficiency in the IEP; and including development of conceptual skillsin the native language in the IEP. Ortiz et al. (1989) suggest. additional instructionalstrategies, such as using contextual clues in presenting new information; building onstudents' prior knowledge; providing linguistic feedback, thereby modeling English;promoting on-task behavior by encouraging expressions of children's experience,language, and interests; fostering feelings of success; giving children a sense of controlover their own learning; and teaching holistically, rather than in isolated segments ofinformation.

An issue to consider in designing curricula for Native American special educationprograms is whether or not these programs should be bilingual. Some proponents ofbilingual instruction believe that using Native American languages as the language ofinstruction and using these languages in social contexts within schools are keys to theperpetuation and maintenance of Native American languages and culture, and shouldbe encouraged. Critics of this position cite difficulties in determining individuals'
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proficiency in Native American languages, the lack of qualified professionals fluent in
them, the lack of curricular materials, and the socioeconomic effect on Native
Americans of not teaching or emphasizing English language proficiency (Johnson, 1991). .

One suggestion for helping Native American children, particularly those with learning
disabilities, achieve reading levels more comparable to their peers is to use materials
that are culturally relevant. While the diversity of Native American cultures makes this
difficult to accomplish, the benefits gained in improved reading comprehension scores
are significant. For students with learning disabilities in particular, it is important that
they be able to construct meaning from the text using prior knowledge i.e., the
knowledge they hold of the real world (ERIC, 1990).

The adoption by BIA schools of components of "effective schools" models for cultural
mainstream schools reflects the belief that effective schooling for Native Americans
must account for students' cultural background (BIA, 1988). The research on effective
schools presents some features that can be applied directly to Native American
education. One example comes from a progress report for the 1989-90 school year on
a pilot program in BIA schools. The project focused on utilizing the effective schools
research and process as a framework for school improvement. In this project, eight
correlates of school effectiveness were adopted, including high expectations for
students, strong instructional leadership, good home/school/community relations, and
a dear school mission. Twelve BIA schools embarked on programs to establish and
work toward one or more of the eight goals. Despite the emphasis on "all" students in
the goals, however, none of the programs specified any accommodation or specific
effort for students with disabilities (BIA, 1990a). This study and other reports suggest
that as BIA schools look to improve educational opportunity for all their students,
educational opportunity for their students with disabilities can be enhanced by
specifically including them within the same framework for improvement that they are
already using.

Capper (1990, 1992) examined some of the features of the effective school model in two
studies of preschool special education settings. She reports that the effectiveness of
schooling in early childhood programs for children with disabilities differs dramatically
among sites, depending on socioeconomic class, location, and culture. Capper found
that in classrooms providing services to children with disabilities from upper
socioeconomic classes, significantly more time was spent in "intentional learning"
activities and in functional, coordinated activities with clear goals related to future
educational and societal environments. As the socioeconomic level of students
decreased, the location of schools moved to more rural settings; and as the culture of
the students changed from majority to minority, the indicators of effective schooling
decreased. In her study of five school sites, the site with the fewest indicators of
effective schooling was a Native American reservation setting located in a remote area.
The site had the highest rates of unemployment and of individuals living in poverty,
the lowest educational attainment level, and the highest minority student enrollment.
Effective school indicators not found in the Native American reservation site included
high expectations for student achievement and teacher performance (from the principal,
the district, and the community), clear consensus on priorities for school or classroom
goals, the ability to recruit and retain the most qualified personnel, adequate
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supervision by principals, staff development opportunities, and opportunities forprofessional collaboration. As a result, there was little direct instructional time, a focuson administrative rather than instructional activities, and a custodial rather thanhumanistic relationship between teachers and students.

Furthermore, Capper (1990) found that while schools with high minority enrollmentacknowledged the need to accommodate cultural differences within the school settingin a meaningful way, culture-related activities were not integrated into the curriculum.For example, at a reservation school site, Native American holidays were recognizedin addition to the traditional school holidays, but teaching about them was notintegrated into the curriculum. Curricular materials were also inappropriatematerials used in a speech therapy session depicted white, middle-class, two-parentfamilies engaged in social activities unfamiliar to the child.

Walker (1987) provides recommendations that accommodate both languageand culturaldifference in curriculum development for Native American children with disabilities.These include:

identifying language abilities in first and second language;

identifying the student's preferred learning style, including
structured/unstructured, individual/group;

identifying cultural factors relevant to the child;

providing for individualization of instruction;

using the child's first language to introduce concepts to youngchildren;

adapting curricular materials to make sure that theycomplement local community norms and expectations; and

incorporating research results into planning, as research resultsbecome available.

Instructional Methods

There is little empirical evidence supporting adoption of a set of teaching practices thatare effective specifically for Native Americans with disabilities. As a result, it is notpossible to recommend a specific set of strategies. It is possible, however, to refer toresearch and literature that support instructional appr.;..ches that address some of theeducational factors relevant to Native American education and to teaching studentswith disabilities in school settings. This section presents factors that might beconsidered in designing and delivering curriculum and instructional programs in this
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context. In addition, some suggestions from the literature as to how cultural factors can
be accommodated in schools and in classroom practice are presented.

In a literature summary on Native American learning styles, Swisher (1991) suggests
that Native Americans' culture, particularly in child-rearing practices and in patterns
of verbal and non-verbal communication between adults and children, contribute to a
Native learning style that is not well-suited to some of the common practices in "Anglo"

education.

One suggested way of adapting schooling to Native cultures is by using so-called
"discovery" methods. Among Native Americans, a self-exploratory approach is the
cultural norm. In a school setting, therefore, non-interference and autonomy may be
valued more than directed instruction, which may appear to the Native American child

as an interference in his/her personal affairs i.e., his/her learning tasks (Cox &
Ramirez, 1981).

In Native American culture, observation is the essential tool of learning. Asking

questions is not a normal part of learning in day-to-day life, but is reserved for school.
Native American children learn from parents by close proximity and observation, rather
than by verbal instruction; informal learning tends to be largely non-verbal. Children
learn by progressively increasing participation in physical activity, rather than by verbal

instruction. Learning by physical activity is also reflected in Native American
children's expectation for physical movement. In general, they are accustomed to more
freedom of movement than is typically permitted (Henry & Pepper, 1990).

These differences between American schooling and Native American learning styles
have resulted in the placement of Native American children in situations that favor
those who are highly verbal and talkative. As a rule, Native American children learn
faster when the teaching style uses a concrete approach, moving from concrete to
abstract, from practice to theory (Johnson, 1991).

One way to implement some of the instructional concepts described above would be

to adopt cooperative learning techniques, which have been shown to be effective with

many small population groups, underachieving students, and students who have mild
cognitive disabilities. This approach could be conducted in informal settings, with the
opportunity for freedom of physical movement. From studies of other groups, and
from the characteristics observed among Native American children, the use of group
problem-solving strategies at the elementary school level would seem to be a promising
approach. In mathematics, using manipulatives in this setting would also be supported
(Johnson, 1991; Schindler & Davison, 1985).

Another method of adapting instruction to learning styles that seems more congruent
to Native American culture is the initial presentation of new information in a
visual/spatial mode, rather than a verbal mode. Included in this approach are the use
of metaphors, images, analogies, and symbols rather than dictionary-type definitions,
which are more verbal and abstract. Other methods suggested are creative dramatics,
role-playing, and visuals rather than more abstract forms of instruction such as having
students construct questions (Johnson, 1991).
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A cultural difference that literature suggests should be addressed in developingclassroom procedures and practices is the concept of discipline and its development inthe child. Formost Native American people, childhood is characterized by discoveringthe world through experimentation and testing. Their concept of discipline is quitedifferent from the European-oriented view; it emerges as a result of experience and thefreedom to make many of one's own choices and decisions. Therefore, while disciplineimposed by parents may seem to be lacking by European standards, self-disciplineinstead emerges earlier in the Native American child (Henry & Pepper, 1990).
Cultural differences such as these should be recognized and used as a basis fordesigning instructional methods that enhance the effectiveness of schooling for allNative American children. These cultural considerations are even more crucial forthose children with disabilities if they interfere with academic performance (Johnson,1991). Despite similarities among Native Americans, however, educators have to becareful not to stereotype them, as there is wide diversity among Native Americans asindividuals, and among the many Native cultures (Henry & Pepper, 1990).

While recognizing that there is not a uniform "Native American culture," participantsin the 1985 Symposium on Exceptional American Indian Children and Youth (Johnson& Ramirez, 1987) noted the importance of including Native American culture in everyaspect of instruction. Areas where culture should be incorporated in research, planningand development include: (1) training professionals to work specifically with NativeAmerican exceptional children; (2) assessment and diagnostic methods and materials;(3) instructional methods and curricular materials; (4) programs for parents andchildren; (5) research on learning style; and (6) recognizing the need for equity inconsiderations given to other language/cultural minority students.

Availability of Adequately Trained Personnel

There is an acute shortage of personnel qualified to provide special education servicesto Native American students with disabilities. This section will discuss personnel needsand programs available to address those needs.

Dr. Robert Davila, the former Assistant Secretary for the Office of Special Education andRehabilitative Services, maintained "minority students are directly and positivelyaffected by the presence of minority teachers in the classroom. Children withdisabilities from minority backgrounds need role models every bit as much as otherchildren" (Davila, 1991). A great need exists for fully qualified special educationprofessionals in programs for Native Americans. Rural districts typically have poorresources, low salaries, and few attractive amenities. Schools with these characteristicslocated on or near Native American reservations (BIA, tribal, or public) are among thelast to attract qualified special education staff.

A controversial issue in educating Native American students relates to tribaluniqueness. While some individuals feel students should be educated by individualsfrom their own tribes, not all Native American educators support the position of "tribal
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uniqueness" as it affects teaching personnel. At a symposium on Native American
education held in April 1993 at the annual meeting of the American Educational
Research Association, the Native American researchers on the panel concluded that due
to sufficient similarity among Native cultures (and common differences from Anglo
culture), there were significant benefits in having evenNative teachers from other tribes
teach Native children (Swisher et al., 1993).

The shortage of trained special education professionals in BIA-operated schools is
particularly acute. During school year 1990-91, the BIA employed 297 special education

teachers for all disability categories, but needed to increase this number by
approximately 60 percent (another 177 fully qualified teachers) to meet the needs of the
Native American students with disabilities that it served. In the same year, the nation
as a whole needed only 9 percent more special education teachers. In some disability
categories, the shortage of special education personnel to teach Native American
students is even more severe. An increase of 83 percent in personnel trained in
teaching students with mental retardation is needed. Currently, the BIA has no special
educators with training in teaching students with deaf-blindness or with other health
impairments. There are 2 teachers trained to serve students with hearing impairments
where at least 20 more are needed, and only 1 teacher trained to serve students with
visual impairments where 15 more are needed. These shortages are based on personnel
vacancies and on positions that are not currently filled by fully qualified staff (U.S.
Department of Education, 1992). There is significant demand in the entire country for
bilingual special education personnel, but the need for Native American bilingual
personnel is even more severe (Baca, 1987).

Baca (1987) suggests that the desire to work with the population and the ability to work
effectively with Native American parents are key elements for successful personnel.
In addition, competency in developing appropriate IEPs, sensitivity to the language and
culture of Native American students, the ability to teach ESL, the ability to conduct
non-biased assessments, and the development and use of appropriate materials are
critical.

One way to develop the competencies required for teaching Native American
exceptional children is to encourage more Native Americans to become teachers. In

1989, 13 percent of the bachelor's degrees earned by Native Americans were in
education. Education was the second most frequently obtained bachelor's degree for
Native American women. One in three of the master's degrees awarded to Na ive
Americans was in education (divided approximately equally between men and women),

as were 39 percent of the doctorates (O'Brien, 1992). One consideration for this training
is that programs at State universities may not be as effective in developing Native
American special educators as programs based within Native American communities.
It appears that Native Americans who attend State universities tend to accept better-
paying jobs in cities and other locations rather than return to reservations. Also, most
State university programs are not designed to meet the specific needs of the reservation

(Baca, 1987).

Swisher et al. (1993) discussed the role of ethnicity in the training of Native American
teachers. None of the Native American teachers included in their case studies of
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reservation teachers had Native American faculty in their teacher preparation programs,yet all believed that having at least one would have been extremely beneficial to them.The teachers expressed their concern over the lack of indigenous teachers who couldserve as role models. They felt that, in addition to serving as role models, NativeAmerican teachers are better able to communicate with Native students, regardless ofwhether or not the teachers and students are of the same tribe.

Some effort has gone into improving the access of Native Americans with disabilitiesto higher education. Dodd and Rose (1991) found that the instructors in triballycontrolled colleges had adequate background and knowledge about the culture, but nobackground in providing instruction to Native students with disabilities. Furthermore,there were no professionals knowledgeable about learning disabilities available to teachinstructors how to accommodate these students. To assist these instructors, Dodd andRose developed a handbook with a list of explanations and instructional practices thatare helpful for Native Americans students with learning disabilities at triballycontrolled colleges. The suggestions in their handbook (e.g., using advance organizers,hands-on demonstrations, and cooperative learning) are noteworthy in that they do notdiffer from a list one might suggest to instructors of any students with learningdisabilities, regardless of their cultural background or age. Wright (1992) lists manyrecommendations for improving the status of Native Americans participating inhighereducation; one of these is "proactive affirmative action to attract more Natives tobecome educators."

Despite such efforts, however, data confirm an extreme shortage of Native Americanprofessional educators, or those with specific training in the "sociocultural processesoperating in Indian communities and classrooms." The research suggests that it iseasier and more effective to provide a tribal member with "standard teacher training"than it is to teach an outsider the tribal language and culture (ERIC, 1989). Despite theidentified need for professionals with a thorough understanding of Native Americanlanguage and culture, a study of small, rural schools found few professional stafferswho we either Native American or had this background (Vadasy et al., 1992).

This professional shortage may also account for the staffing pattern found in many BIA-operated schools. Unlike non-Native public schools, which employ State-certifiedprofessional teachers as the largest proportion of their staff (more than 53 percent), BIA-operated schools employ many more aides as full-time personnel (BIA, 1988). Althoughnearly all those employed as teachers are State certified, they comprise only about 17percent of full-time education personnel. The BIA also employs approximately 1,000"education specialists" with teaching duties included in their jobs. The ratio of aidesto students is 1 to 19 in BIA schools, but 1 to 129 in public schools. This staffingpattern may occur as a result of difficulties in training, recruiting, and retainingprofessionals. It may also contribute to the different special education placementpatterns observed in comparing BIA schools to the rest of the country.

In FY 1990, the National Advisory Council on Indian Education funded 14 applications,totaling more than $2 million, under the Educational Personnel Development Programto provide training to Native American/Alaska Native students for careers in
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education. The ultimate goal of this project is to train education personnel who will
serve the Native American community (NACIE, 1991).

OSEP's Division of Personnel Preparation (DPP) funds two types of projects for Native
Americans. "Native American Projects.' provide grants to tribal colleges to train Native
Americans to serve children with disabilities. In each funded project, part of the
curriculum focuses on incorporating the language and culture of Native Americans into

the education of Native American students with disabilities. At least 50 percent of the
trainees are Native Americans. "Projects Recruiting or Benefitting Native Americans"
is for special education personnel preparation programs designed to recruit Native

Americans. In the last two fiscal years, funding has been divided about equally
between these two types of projects. Both types of projects cover multi-year periods,
and have ranged in funding level from $48,415 per year to $143,335 per year.

Examples of new Native American Project applications funded in 1992 include:

A grant to Northern Arizona University to train 60 students in
special education at an on-site program on the Navajo Indian
Reservation. The program will include classroom trilning in
special education, training related to working effectively in
rural areas, working in a collaborative model, and learning the
cultural attributes of the people in the area. Training will be
accomplished through regular academic work, by working in
classrooms on the site, and by assignment to host families in
the Native American community who will instruct students in
the culture.

A grant to the American Indian Resource Center in Tahlequah,
Oklahoma, in cooperation with Northeastern State University
and the Cherokee Nation, to train 26 special education teachers
of Native American descent for careers as special education
teachers. The program will include both academic preparation
and practicum experiences focused )ri providing services to
Native American children with disabilities.

New Projects Recruiting or Benefitting Native Americans for 1992 included an award
to San Jose State University to recruit and train minGrity teachers to serve multicultural
students with hearing impairments. This project will provide stipends to 40 students
from various ethnic groups to teach students with hearing impairments and deafness.
Funds will also be used to revise and expand course offerings to include multicultural
issues, and to provide this information to working teachers through in-service training
(U.S. Department of Education, 1492).

In addition to these projects, in 1991 DPP funded a five-year technical assistance project
to develop, improve, and increase the participation of historically under-represented
ethnic populations in special education training programs. Under this award, the
University of New Mexico's Outreach Alliance 2000 Project collaborates with other
institutions to enhance their ability to prepare successful personnel preparation-related
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applications under IDEA funding, particularly for historically under-represented ethnkpopulations (Baker, 1992).

SUMMARY AND IMRICATIONS

As this chapter reveals, there is a significant lack of research on Native Americanpopulations, including research on needs and on effective practices for Native Americanchildren with disabilities; a broader research base for the Native American populationis critically needed. A literature search undertaken to prepare this chapter did notuncover a single empirical study on effective instructional practices (or other remedialor compensatory programs) for Native Americans with any type of disability. Someof the literature suggested that certain programs or practices were effective, butpresented no data supporting such assertions. Another difficulty experienced inreviewing data sources for this chapter was that Native Americans were often includedin an "other" race category; the,.efore, their educational needs and problems were 4undocumented. More consistency in including Native Americans as an identifiablegroup and better sampling methods to support group analysis are needed.
Even with these suggestions, however, it will be difficult to develop a meaningfulprogram of research in special education for Native Americans. Differences amongtribes make it difficult to generalize results. Most current studies do not differentiateresults based on tribe or whether Native Americans studied resided on or offreservations. To deal with some of the challenges of developing a research program,the Indian Nations At Risk Task Force states that one of its five priorities for additionalfunding is to seek legislation authorizing the "establishment of a national research andschool improvement center for Native education" (NACIE, 1992).

In addition to the development of a broader research base and the implementation ofmore consistent data collection procedures on the Native American population,additional efforts are needed to recruit, train, and employ larger numbers of qualifiedspecial education personnel. The term "qualified" refers to competence in specialeducation and in working effectively with Native Americans.
Finally, there continues to be confusion and misunderstanding of various agencies'responsibilities in providing services to Native American students with disabilities.Communication of regulations and policy to all agencies involved, and procedures toassist them in collaborative and cooperative efforts are needed.
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